Foreign Language Anxiety (FLA) is an important challenge for language learning. In Content and Language Integrated Learning (CLIL), subjects are taught in a language that is not the learners' mother tongue; a context that could reduce FLA. This study analyzes whether CLIL can positively influence FLA and which characteristics determine its presence in a CLIL context. Data were collected from 225 pupils, their parents and teachers in Flemish-speaking Belgium. Quantitative and qualitative methods were applied, with pre-and post-measurement. Results indicate that CLIL can indeed positively influence FLA. Pupils experienced growth in their self-confidence to use the foreign language. Their teachers observed more active participation, especially from more silent and less proficient pupils. The parents also noticed an increase in communicative attitudes. We found eight variables to have an influence. The foreign language used in CLIL appeared to have the most important influence besides the pupils' interest in language learning and their personality traits, extraversion and agreeableness.
INTRODUCTION
Research has shown that success (or failure) in foreign language learning in an educational context is largely related to affective factors. Foreign language anxiety (FLA) is such an affective factor and can be held responsible for its debilitating effect on language learning. Researchers and stakeholders are seeking approaches that can help reduce FLA in the classroom. Content Language Integrated Learning (CLIL) is an educational approach in which subjects are taught in a foreign language, and that could help reduce FLA. Therefore, the aim of the present study is to analyze the potential influence of CLIL on FLA and to provide more insights into characteristics that influence the presence of FLA in the CLIL classroom.
THEORETICAL FRAMEWORK
A large and growing body of literature has demonstrated that affective factors significantly influence the processes involved in foreign language learning. Both negative and positive learner emotions can be considered "the fuel for foreign language learning" (Dewaele et al., 2017) . The domain of language learning and emotions is marked by several key concepts such as motivation, willingness to communicate, self-efficacy and (foreign) language anxiety (Simons & Smits, 2018) . In the last decade we have witnessed a growing interest in the influence of positive emotions on language learning (Dewaele, 2005 (Dewaele, , 2015 Gregersen et al., 2014; 2016; Oxford, 2015; Ross & Starcke, 2016; Seligman & Csikszentmihalyi, 2000) , At the same time, we observe a renewed and global interest in the emotion and psychological construct of Foreign Language Research into the link between CLIL and FLA is recent and scarce. Macintyre, Baker, Clement and Donovan (2003) applied a survey with a qualitative section to study the effects of language, sex and grade on FLA, willingness to communicate (WTC), and perceived communicative competence in CLIL and traditional classes in a Canadian junior high French late immersion programme.They found that students' L2 WTC, perceived competence, and frequency of communication in French increased from grades 7 to 8 and was maintained between grades 8 and 9, despite a drop in motivation between grades 7 and 8 and a steady level of FLA across the three grades. Boys' overall WTC and FLA levels remained constant across the three grade levels, whereas girls showed an increase in WTC and a decrease in FLA from grade 8 to 9. Pihko (2007) investigated English Language Anxiety in CLIL and traditional classes in Finnish comprehensive schools through a survey. She found that a considerable number of pupils in both settings experienced FLA, yet CLIL pupils to a lesser extent. She doubts if effects are due to CLIL or pupils' higher personal motivation. Doiz, Lasagabaster and Sierra (2014) compared pupils of grades 7 and 9 in CLIL and non-CLIL in the Basque Autonomous Community in Spain. In grade 7, CLIL pupils showed a higher motivation than non-CLIL pupils, but also experienced significantly more anxiety, which might be explained by the more demanding CLIL approach. However, no significant differences in anxiety were found in grade 9, so they hypothesize that CLIL pupils became gradually accustomed to English as the subject language. Lasagabaster and Doiz (2017) subsequently studied both age groups during a longer period. Results for non-CLIL pupils did not reveal important changes despite higher anxiety levels in grade 9 compared to grade 7. CLIL pupils reported more anxiety in higher grades, leading the authors to consider age as a possible influencing variable. Thompson and Sylvén (2015) studied Swedish CLIL and non-CLIL pupils in grade 10. CLIL pupils exhibited significantly less anxiety, increased self-confidence, more affinity with English classes, a more relaxed attitude towards English, increased confidence with native speakers and less fear of ambiguity in English. Strikingly, these significant differences were found at the start of high school, when pupils initiated CLIL, which made the authors hypothesize that the differences cannot be attributed to CLIL, but rather to pupil profiles of CLIL learners, whose lower anxiety may be innate. Möller (2016) compared different types of anxiety in CLIL and non-CLIL in German secondary education, bearing in mind the approach used in primary education. No significant differences were detected between pupils as regards exam anxiety. As for fear of success (i.e. the belief that success will lead to negative consequences such as jealousy or bullying), however, CLIL pupils exhibited significantly more anxiety, which the author assigned to the selectivity of German CLIL education. In one of the most recent studies Somers and Llinares (2018) compared motivation and feelings of anxiety in students enrolled in two bilingual tracks of differing intensity (Bilingual Education programme of the Community of Madrid). They observed significantly more anxiety in high-intensity students and considered it a wake-up call for CLIL educators who should counterbalance this with greater immersive language support.
RESEARCH QUESTIONS
Results from the above studies demonstrate the relevance of exploring the phenomenon of FLA in a CLIL context more profoundly. In previous studies, FLA was generally measured at a specific moment without considering the evolution or checking the specific influence of CLIL (e.g. through pre-and post-measurement). Moreover, only pupils were investigated, while other stakeholders, namely (language and subject) teachers and parents, could also provide crucial information on its effects. Research on the subject has been mainly quantitative in nature whereas qualitative data could provide deeper insights into the phenomenon. Furthermore, no prior study has investigated the underlying factors that teachers might have an influence on. Therefore, this study set out to answer the two following research questions: RQ1: How do pupils, their parents and teachers (CLIL teachers and language teachers), perceive the (potential) influence of CLIL on FLA? RQ2: Which underlying characteristics (e.g. gender, home language, personality, CLIL language, motivation for CLIL) influence the presence of FLA in the CLIL classroom?
METHODOLOGY

Research context
This study is carried out in Flanders, the Dutch-speaking part of Belgium. Flemish pupils generally start to learn French in primary education by the age of 10. At 14 they initiate English classes and subsequently add German or Spanish by the age of 15. Although French is the first foreign language in the curriculum and one of Belgium's official languages, contact with English is much more frequent and attitudes towards it much more positive (Housen, Janssens, & Pierrard, 2002) . (Strobbe et al., 2012) : French, English or German can be used as CLIL languages, but are also still taught as foreign languages. CLIL education encompases a maximum of 20% of the teaching time, and is generally organized for one subject per grade, which results in 1 or 2 CLIL periods a week. Flemish pupils participate voluntarily in CLIL and a parallel programme in Dutch is always offered. If pupils -even during the school year -are unwilling to continue CLIL, they switch to the parallel programme. CLIL teachers sign up voluntarily, but have to master the CLIL language at C1 level. In order to answer the research questions, a study was conducted on two campuses of a large scale secondary school (1247 students). The study was carried out across three grades of secondary education, with three subjects and two foreign languages (see Table 1 ): 
CLIL is relatively new in Flanders
Respondents and Research Instruments
Three respondent groups participated in the study: pupils, their parents and their (CLIL and language) teachers. The mixed-method approach consisted of a quantitative (survey) as well as a qualitative (semi-structured interviews) strand involving pre-and post-measurements. All research questions were answered by the three respondent groups. The following table shows the number of respondents per group and the instruments for data collection: We decided to collect both quantitative and qualitative data from the pupils. Given the small number of teachers (N=8), they were interviewed. The parents answered a survey (twice) due to their large number (N=130) and time constraints.
Respondent group 1 -Pupils
The participating pupils first completed a web survey and then a selection of them took part in semi-structured interviews with the researchers.
a. Web survey. The web survey was administered with the EvaSys-tool at the beginning (September, premeasurement) and the end of the school year (May, post-measurement). Thanks to teacher support, a 100% response rate was realized in both measurements and all items were completed by all pupils. However, the number of participants differs between pre-and post-measurement due to illness, pupils changing subjects or schools and other reasons. 187 pupils completed both surveys. Table 3 provides an overview in which gender, but also home languages, nationalities and academic age are taken into account. As Table 3 shows, more girls than boys participated in the survey, 1 pupil out of 10 has more than one home language, and 4.3% more than one nationality. The overlap between nationality and other home languages is complete: pupils with another nationality also speak another home language. Most have the stipulated academic age: 4.3% are ahead of their age, 12.4% lag behind.
The web survey (see Appendix 1) consisted of (1) items to measure FLA, in order to compose the dependent variable FLA (RQ1), and (2) items to identify independent variables that possibly influence FLA (RQ2).
Foreign language anxiety as a dependent variable
To measure the dependent variable FLA, we used a translated version (Dutch) of the Foreign Language Classroom Anxiety Scale (FLCAS), which has been frequently used in empirical research (33 items, scored on a 5-point Likert scale) (Horwitz, 1986) . Despite its extensive use, some researchers have criticised the validity of the scale. Sparks and Ganschow (2007) and Sparks and Patton (2013) state that FLCAS does not measure an anxiety distinct to FL learning, but rather individual differences in students' skills and/or self-perceptions of their language learning skills. Other researchers (e.g. Skehan, 1989; Trang, 2012) observe the possibility that some FLCAS concepts (e.g. test anxiety) refer to a common type of fear, not exclusive to foreign language learning. Despite the development of other scales (e.g. MacIntyre & Gardner, 1994; Woodrow, 2006) we opted for the FLCAS because we are convinced that the items best reflect the concept we want to measure, because it is still the most widely used instrument, because it provides a relatively clear theoretical framework (Trang, 2012) , and because some authors attribute differences between factor analysis results to the role of culture and ethnicity in shaping students' beliefs (Yang, 2012) . To avoid using an instrument with insufficiently proven validity, we decided to apply EFA ourselves and to retain only those items referring univoquely to the concept of FLA as defined in the first section.
Independent variables
In addition to (traditional) personal characteristics (gender, age, nationality, home language), the CLIL language, personality, motivation for CLIL, interest in the subject, interest in language learning and extracurricular language learning were used as independent variables. Personality, motivation and extracurricular language learning were measured with (validated) instruments or items.
The pupils' personality was determined with the Big Five, "a hierarchical model of personality traits (…) which suggests most individual differences in human personality can be classified into five broad, empirically derived domains" (Gosling et al., 2003:507) : (1) Emotional stability, (2) Agreeableness, (3) Conscientiousness, (4) Extraversion and (5) Openness to experience. Each bipolar factor (e.g. Extraversion vs. Introversion) summarizes several specific facets (e.g. sociability), which subsume even more specific traits (e.g. talkative, outgoing). For reviews, see John and Srivastava (1999) , and McCrae and Costa (1999) . We used the short, free version of the test (20 items).
We assumed that also motivation for CLIL influences (possible) feelings of anxiety a pupil develops. The construct of motivation in foreign language learning has been extensively studied both within the SLA field and the broader educational field, with several key publications (e.g. ardner, 2001; Dörnyei & Schmidt, 2001) . In this study, we decided to use a modified version of Vansteenkiste and Soenens' (2015) scale. Four motivational types are measured, subdivided in two categories: (a) external motivation, linked to obligation, pressure and stress, labelled as external regulation (punishment, reward expectation) and introjected regulation (ego-involvement, shame, guilt), and (b) internal motivation, with a lot of psychological freedom for the individual, called autonomous motivation (personal relevance) and willingness (pleasure, passion, interest).
Besides motivation for CLIL, interest and motivation for the subject and for language learning may also play a role. Nine items measured these underlying characteristics.
b. Semi-structured interviews. In-depth midterm interviews were conducted on 14 pupils (February, 6 months of CLIL experience) to deepen the quantitative results from the web survey. Their grade, gender and CLIL language were taken into account for the selection (see Table 4 ): 9 girls and 5 boys were interviewed; 7 had languages as their major subject; 11 exclusively spoke Dutch, while 3 spoke an additional language. Based on the premeasurement results, 6 pupils were affected by FLA. The interviews (Appendix 2) comprised four main questions. The first three aimed at answering and deepening answers to RQ1. The last question focused on RQ2. 
Respondent group 2 -Teachers
For the full picture to emerge, the pupils' teachers (N = 8) were equally involved in the study: five 'regular' language and three CLIL teachers. Table 5 gives more details on their profile. We organized the interviews (again at midterm) with all teachers from both groups, each built around four questions (Appendix 3). The first three questions focused on RQ1: how do teachers perceive FLA in regular language and CLIL classes for CLIL, but also non-CLIL pupils. Moreover, the questions focused on the evolution of anxiety after six months of CLIL education. The last question enquired about causes of language anxiety (RQ2).
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Respondent group 3 -Parents.
All of the participating pupils' parents completed a survey on paper at the beginning and the end of the school year (Appendix 4). 130 parents returned both questionnaires (69.5% response rate), displaying strong parental involvement (see Table 6 ).
We decided to use a limited set of open questions so as to receive as much data as possible. The first questions dealt with pupils' attitudes towards CLIL and their parents' perceptions. The third focused on language anxiety (RQ1) and tried to map possible causes (RQ2). The last questions enquired about comprehension during CLIL lessons, the self-confidence to participate and the difficulty of the subject matter. 
. Web survey analysis (pupils)
A first group of variables was measured with one or a very limited set of items (e.g. CLIL language, interest in the subject). In this case, data reduction was unnecessary and these characteristics were included in the analysis as separate variables. A second set was measured through a series of items, making it necessary to reduce the data through exploratory factor analysis (EFA). As recommended in the literature, we used Principal Components Analysis with Varimax-rotation (Nunnally, 1978; Kline, 1994) and only included items with loadings higher than 0.30. For a factor to be retained, its eigenvalue had to be > 1 (Kaiser, 1960) 
a. Dependent variable: FLA
EFA (KMO: 0.950; Bartlett 0.000) resulted in a three factor solution, which explained 51.8% of the variance (see Table 7 ). All item loadings were higher than 0.30, but several items showed cross loadings on more than one component. If the difference in loadings was inferior to 0.20, the item was removed.
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RLyLA Vol. 14 (2019), 153-172 15.7% α = 0.788 6 10, 12, 15, 16, 19, 29 FLA3 -Negative feelings towards CLIL context 11.0% α = 0.703 3 5, 6, 17 Note: R=Reversed item By means of sum scores, new variables were created from the items. In order to analyze the influence of independent variables (RQ2), we tried to compose one single dependent variable. Therefore, we analysed the correlations between the three newly created variables and performed an additional EFA:
As the Cronbach's alpha of the three variables shows a global score of 0.706, we decided to create a new variable 'FLA global' to be used as the central dependent variable in the explanatory analysis (RQ2).
b. Independent variables
Several (independent) variables were targeted with multiple items. To verify whether the underlying constructs were measured, we conducted exploratory factor analyses (EFA).
1. Personality. The respondents' personality was measured through 20 items. EFA (KMO: 0.716; Bartlett 0.000) indicated a solution of 5 components (see Table 8 ), together explaining 54.9% of the variance. In view of the low validity of Personality 4 and 5 (α < 0.600), these variables were discarded from further analyses.
2. Motivation for CLIL. EFA of the motivation-related items (KMO = 0.708; Bartlett's test 0.000) led to a twofactor solution, together explaining 60.1% of the variance (see Table 9 ). 3. Extracurricular language learning. This variable was measured through 7 items. EFA (KMO: 0.697; Bartlett's test: 0.000) resulted in a two-factor solution, with 49.8% of the variance explained (see Table 10 ). Seizing opportunities for language learning autonomously α = 0.569 3 5, 6, 7 External motivation α = 0.488 2 4, 8 Given the low reliability of the new scales (α < 0.700), we decided to leave these variables out of the subsequent analysis.
The following table gives an overview of the dependent and 11 independent variables that were taken into account in the analysis. 
Interviews (pupils and teachers) and parents' survey analysis
The pupil and teacher interviews were audio-taped and transcribed verbatim, and the open questions of the parents' interview were categorized. The first coding phase consisted of an explorative analysis of the transcripts by one researcher. Both research questions were used as a framework for the initial coding scheme, which was refined and extended based on the data. Then, the data were re-coded based on the extended framework and analyzed using NVivo10 software. Several strategies assured the validity structure (Johnson, 1997) of the qualitative data analysis. Investigator triangulation and peer review: two researchers monitored the data collection, after which one researcher performed an independent coding of the data in two steps (intra-rater reliability). Inconsistencies in coding between both phases were discussed with the other researchers. The use of low inference descriptors: the respondents' actual language and personal meanings were described verbatim and reported with direct quotations (see Results).
The following table gives an overview of the qualitative data coding scheme, containing four main categories: the FLA currently experienced (pupils) or perceived (teachers, parents), the development of FLA, causes of FLA and causes of (language) confidence. Text fragments were coded: generally to one; to two or more when appropriate. The table shows the number of pupils and teachers (N) mentioning the subcategory as well as the number of times it was mentioned during the interviews (N of refs).
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RESULTS
This section will successively answer the research questions underlying the study. First it describes FLA in the CLIL context and how pupils, their teachers and parents perceive the (potential) influence of CLIL on FLA. Then the second research question will be addressed, in search of subjacent causes explaining differences in perceived FLA. The data from the (web) survey with the pupils (pre-and post-measurement) are used as a starting point. Subsequenty, we deepen our findings on the basis of the data from the pupil and teacher interviews and the parents' survey. For the interpretation of the descriptive statistics we consider mean scores > 3.5 (on 5) high, mean scores below 2.5 low. In case the standard deviation (SD) is > 1, the group is regarded as heterogeneous.
The impact of CLIL on FLA (RQ1)
At the start of the CLIL programme, the global FLA of the pupils (N = 225) is low to neutral, although standard deviations show important in-group differences: M = 2.68 (on a scale of 5), SD = 1.04. 24.6% of the pupils have a score of more than 3.5 (to 5) on the factor Foreign Language Anxiety. This percentage confirms earlier research. At the end of the school year, global FLA stays at the same level, although internal group differences remain important (M = 2.62; SD = 1.00). Table 13 shows mean scores and standard deviations on the three factors distinguished in the FLA scale, based on the pre-and post-measurement, complemented with the global FLA variable. Paired samples tests were used to estimate differences between pre-and post-measurements. Pre-and post measurement results indicate that pupils experience low anxiety feelings, neither for the foreign language, neither for the FLT/CLIL pedagogical approach nor for the specific CLIL context (M < 2.67 of 5). The first variable 'Foreign language anxiety' obtains the highest score and SDs are also important here. Paired sample | 161
RLyLA Vol. 14 (2019), 153-172 t-tests show that one year of CLIL education does not significantly decrease this variable. Nevertheless, we see (small yet) significant differences for the two other variables and for the general FLA global variable. Despite low initial anxiety feelings, from the statistically significant results we infer that CLIL education can help to reduce these feelings even more.
The variable 'Didactic process anxiety' shows the most significant decrease. After one year of CLIL, pupils are less anxious about pedagogical aspects of language learning: e.g. not always understanding the teacher, the teacher who corrects every error, making mistakes. Consequently, the anxiety to learn a subject in a foreign language diminishes.
We also see a low but significant increase over time for the third variable 'Negative feelings towards CLIL context', which stands for not feeling like going to class, doing other things, not willing to take more CLIL education (see Table 7 ). Hence, it shows that after one year of CLIL education, the novelty element has disappeared, the focus is (again) more on learning success and the enthusiasm to engage in CLIL has slightly decreased.
As described before, the FLCAS is subject to criticism. Therefore, we included a control item: "After one year of CLIL education, I experience less fear when I speak or write [the CLIL language]". The pupils confirmed this (M = 3.21), which indicates an increase in self-confidence in the FL. 44% of them even obtain a score of > 4 on a total of 5, but there are important in-group differences (SD = 1.15). 46 pupils (= 24.5%) show a high score on initial language anxiety (> 3.5), 25 of them even higher than 4 on a total of 5. For this group, we separately analyzed the influence of CLIL education on feelings of anxiety (see Table 14 ). The anxiety these pupils develop towards the FL appears to have diminished after one year of CLIL education. The decrease is not significant (p = 0.078), but may indicate a tendency. However, the difference with the overall pupil group is clear: for the entire group, a decrease of only 0.05 (to 5) could be found, whereas within the group of anxious pupils, the decrease of FLA amounts to 0.16 (to 5).
For the latter group, one year of CLIL did not have an impact on their anxiety related to didactic aspects. Their negative feelings towards CLIL in general also increase slightly but significantly. Consequently, a year of CLIL education did not positively impact their motivation to enroll in (even) more CLIL classes.
When pupils reflect on language anxiety in a CLIL context, they mainly focus on speaking and listening (see Table 12 ). Three pupils also describe their anxiety when reading and one when writing in the FL: "I sometimes feel scared of writing in French. It's so difficult…" (L6). Despite low anxiety feelings among most, many undergo a positive evolution: "Those two extra hours in the FL boost my confidence." (L1). Most pupils (N= 11, out of 14) notice an improvement for the CLIL subject and language classes: "I think it's thanks to CLIL, my friends that don't take CLIL have more difficulties with understanding and speaking" (L3). Almost half of them mention progress for speaking. Most do not notice substantial differences, but three explicitly mention less stress. Their writing skills also evolve, especially the use of specific FL jargon: "I'm more confident to write specific words as I've seen them written on the blackboard during CLIL, even without knowing their meaning..." (L14).
When (language and CLIL) teachers mention anxiety in a CLIL context, they mainly refer to oral skills (see Table 12 ) -to no surprise. The occurrence of FLA has mainly been described for productive skills, especially for speaking (e.g. Aida, 1994) . Both CLIL and language teachers observe a rise in self-confidence: "I notice most pupils are less afraid to express themselves" (Tl7). One also refers to FLA in listening: at the beginning of CLIL the pupils were keyed up when listening to a text, but now he observes more self-confidence. Teachers perceive a positive evolution in pupils' oral skills, especially in quiet or weaker pupils: "Some pupils, particularly those initially afraid to speak, show less fear and more fluency when given a turn" (Tl7), or as Ts1 states: "One boy with particular difficulties in English still doesn't talk much, but says he now enjoys discussions because he understands more thanks to CLIL".
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RLyLA Vol. 14 (2019), 153-172 A vast majority of the parents (N = 94; 72.3%) state their child is enthusiastic about CLIL, whereas 10% (N = 13) say they regret the choice. One out of ten (n = 15) notices their child experiences stress. No other attitudes or feelings are mentioned.
Almost half of the parents never hear about CLIL (46.9%), which is possibly connected with the pupils' age (puberty). If so, pupils often comment positively (33.8%): they learn a lot, it goes 'amazingly' well, and it is fun to learn a language in another way. Some mention quieter lessons and more concentration. Negative feedback (13%) is often about feelings of frustration: "She doesn't understand enough, which makes her feel bad", or refers to additional efforts and pressure due to CLIL.
Almost half of them (48 %) think their children feel more at ease in the CLIL language, and show more selfconfidence and understanding. Most parents (84%) perceive a positive influence of CLIL on asking questions in class, specifically due to more exemplary questions and the lack of negative comments. 9 out of 10 positively evaluate the comprehension of the subject matter.
Yet not all are convinced. An important group (40.1%) does not see a noticeable improvement on (self-) confidence, largely because their child already felt self-confident in the FL: "She already dared to express herself quite well". Others think one or two CLIL periods a week are insufficient for an effect. Almost half of those who do not see any improvement, still mention a considerable fear to communicate: "She still doesn't speak spontaneously because she thinks her English is not good enough".
Elements influencing FLA in a CLIL context (RQ2)
Based on exploratory factor analysis (EFA) we could discern one dependent variable, 'FLA global', and eleven independent variables (see Table 11 ). These independent variables were incorporated in the analysis and their influence on the dependent variable was examined by multiple linear regression analyses. We ascertained its significance (significant limit p < 0.05) and examined the effect size using the Beta coefficient, that indicates which share of the total variance within the dependent variable can be attributed to the independent variable (i.e. contribution on a total of 5). It also marks the direction of the effect on language anxiety (positive or negative).
A model composed of all independent variables explains FLA significantly (F(11,186) = 7.08, p < 0.001, R² = 0.27). It accounts for 27% of the variance within the dependent variable. The collinearity between independent variables is correct (VIF < 1.93; Tolerance > 0.56). Table 15 shows the influence of the independent variables on FLA in CLIL. FLA in CLIL is significantly influenced by eight variables, namely: Gender, Age, CLIL language, Interest in language learning, Extraversion, Agreeableness, Internal and External Motivation. The variable CLIL language has the largest Beta coefficient (β =0.895). Thus, the anxiety feelings a pupil develops, depend mostly on the CLIL instructional language, which in our analysis constitutes CLIL education in French.
Interest in language learning has a β-value of -0.373. Pupils that find the language course interesting, will experience less FLA in the CLIL context. Furthermore, we observe three variables with similar β-values.
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Personality-Extraversion has a Beta coefficient of β = 0.276 and displays the highest significance (p < 0.001). Its direction may, however, surprise: the more pupils believe to be extravert, the more FLA they experience. Age (β = -0.272) and Gender (girl) (β = 0.242) also exert a significant influence. Female pupils experience more FLA, as Donovan and MacIntyre (2004) also observed, whereas FLA is inversely proportional to pupils' age (15-18 years). Finally, three variables have a smaller, yet significant impact, the first of which is Personality -Agreeableness (β = 0.177). The more a pupil's susceptibility to interests of others, the higher anxiety may be. This constitutes the drive experienced to live up to the expectations of others (teacher, peers). If pupils are motivated by external factors (parents' expectations, obligation), FLA increases (β = 0.164), while it decreases when they choose CLIL based on internal motivation (β = -0.149).
The qualitative data on the pupils confirm this analysis. The participants mention seven causes for FLA (see Table 12 ). In CLIL, the language itself is the main cause for FLA: "I'm not afraid, but if geography were taught in another language I wouldn't feel at ease" (L11). Pupils also believe personality traits influence FLA: "Well, X never talks. But that's his character" (L14). They also mention 15 elements that could reduce FLA in CLIL (see Table 12 ) and teachers are clearly key. They should encourage the use of FL (L13: "Don't be afraid to speak English in class. When you need help, I'll be there"), allow mistakes and correct errors discreetly (L4: "He corrects our mistakes without subtracting points"), be available for questions and offer supporting materials, use the mother tongue adequately and translate if needed, but also separate subject and language contents in evaluation (L8: "We have to study vocabulary and course units, but she separates them well"), and give clear instructions and feedback. Besides teachers, 11 out of 14 pupils signal the importance of motivation for CLIL. In interesting lessons the will to communicate increases: "When it's interesting, you naturally participate more" (L1). The influence of peers and class atmosphere on well-being and self-confidence is mentioned by the same number of pupils. Speaking in a tolerant group, helps to reduce FLA in CLIL considerably: "There's an open atmosphere in class. Mistakes are not an issue" (L12). Pupils seem to be concerned about their classmates' opinion: "If they laughed, I wouldn't dare to raise my hand again" (L11).
Teachers indicate nine possible FLA causes. All (N = 8) consider pupil personality the main cause: "A few perfectionist pupils don't express themselves easily" (Tl6). Another important cause is the fear to make mistakes: "Some pupils are just afraid to commit errors" (Tl8). All teachers point to group atmosphere and peers as key elements. FLA diminishes in a safe environment: "When pupils feel comfortable, they express themselves more easily" (Ts2). Six also emphasize the importance of adequate feedback and evaluation: "Feedback should focus on what they've just learned and they shouldn't be interrupted. Otherwise they won't dare to speak anymore" (Tl7). They also notice their own impact on FLA: "We must encourage them and give everyone a turn as often as possible. We create the learning environment" (Ts1).
Most parents are positive about the influence of CLIL on self-confidence and (possible) feelings of anxiety. Parents notice a greater WTC at home as well as abroad (e.g. during holidays). Only a small group of parents (14%) answer the open question and provide possible causes for their child's increased self-confidence. Most of them (n = 12) refer to the teacher's proficiency and pronunciation in the CLIL language as key elements for success. At the same time, they are convinced that the teacher's attitude and pedagogical approach play a role in the emotions pupils develop towards the FL: "He corrects mistakes, but doesn't include them in the evaluation". Some parents (n = 9) attribute increased self-confidence simply to more frequent contact with the FL: "The more you engage with the language, the more you dare to use it", or to larger vocabulary: "He's more willing to express himself because he knows more words". When their child experiences anxiety, parents mention the fear of making mistakes (n = 4) and peer pressure in class (n = 3): "My daughter experiences stress while answering, and is always a bit afraid to make mistakes"; "She feels as if other pupils might laugh at her when she makes a mistake".
CONCLUSION AND DISCUSSION
As in CLIL education more attention is paid to content (subject) than to language, researchers suspect that this approach might positively influence FLA. In the present study we used a mixed-methods approach to operationalize this hypothesis in a sample of 225 pupils, their parents (N = 130) and their teachers (N = 8; CLIL and regular teachers) to ascertain if CLIL affects FLA and what aspects impact on its occurrence.
Most pupils exhibited little anxiety at the onset of their CLIL programme. In spite of this low initial FLA, it diminished even further -thanks to the CLIL experience -, particularly the fear of pedagogical-didactic aspects of the approach (e.g. fear of mistakes and study failure). Yet a quarter of the pupils suffered from high initial FLA. This number corroborates earlier research on FLA incidence (Simons & Decoo, 2009; Pihko, 2007) , also in CLIL settings (Thompson & Lee, 2013) . Among the latter feelings of anxiety equally decreased, albeit not significantly.
Hence, FLA appears to be relatively stable. CLIL education can reduce FLA, but from this study its potential only appears as a tendency without statistical significance. Qualitative data revealed that pupils experienced growing confidence to use the FL, both in CLIL and language classes, which was confirmed by teachers of both courses.
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Despite its low perceptibility, they noticed that (especially weaker and quieter) pupils more often dared to speak in class. Parents equally commented (relatively) positively on the decrease in communicative timidity. Nearly half of them reported that their child felt more comfortable in the CLIL language and dared to use it more.
An explanatory model composed of 11 variables allowed us to pinpoint eight variables that significantly account for FLA in a CLIL context. The language CLIL is taught in seems to have the biggest impact. English and French were the instruction languages in this study. Pupils taking French CLIL classes risk seeing FLA rise with 0.9 to 5 compared to pupils taking English CLIL classes. The qualitative data underpin this observation. The morphological complexity of a language and its linguistic familiarity might be contributing factors to FLA. This result confirms previous research by Dewaele (2010) , who found that in a FL from a familiar linguistic family anxiety tends to be significantly lower. In this study the pupils' mother tongue was Dutch, a Germanic language such as English, which made English CLIL classes less anxiety provoking. Given this fact, stakeholders might consider initially organizing CLIL classes in an instruction language linguistically closer to the pupils' mother tongue and gradually moving towards less familiar languages.
A second variable with a considerable effect is pupil interest in the CLIL language. If present, it causes FLA to subside. It constitutes a more global attitude of pupils towards the FL: if they are interested in the CLIL language (i.e. read in the FL at home, try to use it when the opportunity arises, watch series in the FL etc.), anxiety feelings decrease.
Furthermore, pupil personality (i.e. extraversion and agreeableness) turned out to be of influence. Rather surprisingly, more extraverted pupils displayed higher FLA levels, which might be explained by Baker and MacIntyre's (2003) findings that immersion pupils' communication anxiety correlated most strongly with WTC. FLA reduces with age or combined with internal motivation, whereas external motivation (obligation, expectations) causes it to increase. Female CLIL pupils are more susceptible to FLA than males. The qualitative data on pupils and teachers confirm the effects of CLIL language and personal traits. As regards FLA and developing language confidence, all pupils mention the teacher, whose deliberate choice of a didactic-pedagogical approach and sympathetic attitude benefit pupils' assuredness. Peer group and class atmosphere also affect communicative courage, which is confirmed by teachers. Parents perceive teachers as key figures but also underline the importance of habituation: the more contact with L2 (in language and CLIL classes), the faster language confidence can grow. These findings, on the basis of the qualitative data, offer an interesting option for further research.
A few limitations of the present study, however, are noteworthy. First, pupils' L2 proficiency was not measured. A decrease in anxiety should lead to an improvement in L2 proficiency. Moreover, it could be interesting to administer measures of L1 skill and/or FL aptitude (eg. The MLAT) to participants prior to the study, especially to investigate the role of confounding variables in FLA. Data could be collected from the pupil files on their performance on previously-administered measures of language-related skills.
Furthermore, elements such as teacher characteristics, pedagogical approach, pupil group characteristics, pupil's relative standing in the group of learners, class atmosphere and the scope of the CLIL programme have not (yet) been included in the study. Besides such a cross-sectional study, a longitudinal study of CLIL pupils from grades 7 to 12 on the evolution of FLA over time, would be particularly interesting as this age group knows "a bump in anxiety during the teens and twenties that drops off in older groups" (Dewaele & MacIntyre, 2014) . It would be equally of interest to include larger respondent groups for each CLIL language, as it constitutes the variable of most important consequence for FLA in the present study. Models that equally include those aspects, will manage to shed more light on the decisive factors for the prevention of FLA in CLIL.
